Recruitment and retention of high-quality teachers are now viewed as important challenges for public education in the United States. Researchers predict national demands of up to 2 million teachers in the next few years due to a combination of increasing student enrollments, anticipated retirements, and high rates of teacher attrition (Darling-Hammond, Berry, Haselkorn, & Fideler, 1999; Oakes, Franke, Quartz, & Rogers, 2002) . Recent reports further suggest that staffing needs may not be due to overall shortages of qualified teachers entering the profession but rather by large numbers of teachers migrating to other schools or leaving the profession altogether (Ingersoll, 2000 (Ingersoll, , 2001 (Ingersoll, , 2002 ). Ingersoll's (2001) analysis of the national Schools and Staffing Survey and Teacher Follow-Up Survey found that more than a third of beginning teachers leave the profession during the first 3 years, and almost half leave after 5 years.
Providing meaningful assimilation into the profession is one way school districts can retain novice teachers, but existing induction programs vary in their substance and quality. Although Darling-Hammond et al. (1999) reported that almost one half of new teachers engage in some kind of induction experience, many programs offer only superficial types of assistance such as district orientations, periodic workshops, or instruction in generic classroom management strategies (Gold, 1996) . Moreover, some state-sponsored programs offer induction as an evaluation process that applies formulaic criteria for narrowly defined teaching behaviors to assess new teacher performances (Darling-Hammond et al., 1999) .
Although other professions provide transitional assistance for new members (e.g., residents in medicine, interns in architecture, and associates in law), historically the education profession has ignored the support needs of its new recruits and has been described as "the profession that eats its young" (Halford, as cited in Renard, 1999, p. 227) . As Darling-Hammond et al. (1999) noted in the following, other professions place importance on clinical preparation periods to guide novices in their responsibilities and the growing complexity of their work:
In . . . other professions, novices continue to hone their knowledge and skills under the watchful eyes of more knowledgeable and experienced practitioners. At the same time, the novices, fresh from their studies, bring the latest research and theoretical perspectives to bear on their practice, where it is shared and tested by novice and veteran practitioners alike.
The normative conditions of teaching are far from this utopian model. Traditionally new teachers have been expected to sink or swim with little support and guidance. (p. 216) This kind of neglect can cause premature burnout as new recruits experience disillusionment and an inability to cope with the myriad daily pressures teaching presents (Gold, 1996) . When new teachers experience a lack of support and poor working conditions, their commitments to stay in the profession weaken. New teachers need opportunities to collaborate with other teachers in professional communities, observe colleagues' classrooms, be observed by expert mentors, analyze their own practice, and network with other novice teachers (DarlingHammond & Sclan, 1996; Elmore, 2002; HulingAustin, 1992) .
Studies indicate that some induction programs may positively influence retention. Odell and Ferraro's (1992) research on a New Mexico program reported 96% of its teachers still teaching after 4 years; the National Commission on Teaching and America's Future (NCTAF) also reported high retention rates of new teachers as a result of mentoring programs established in Ohio, New York, and Washington (NCTAF, 1996) , findings supported by research on urban district induction programs and their impact on retention . And 94% of teachers participating in California's Beginning Teacher Support and Assessment Program through the Santa Cruz New Teacher Project remained in the profession 7 years (Strong & St. John, as cited in Moir & Baron, 2002) .
Although these findings are encouraging, we still do not have adequate evidence to demonstrate how various induction programs specifically influence the novice teacher's competence, efficacy, or desire to stay in the profession (Darling-Hammond & Sclan, 1996; Gold, 1996) . To expand on the existing induction literature and to influence future induction policies and practices, this research reports promising retention statistics of novice teachers who participated in the Partners in Education (PIE) Program, an induction program jointly administered by the University of Colorado at Boulder (UCB) and six Colorado school districts. To explore more fully the often missing links between specific induction program characteristics and high retention rates, the article also includes qualitative analyses of particular induction activities that appear to have influenced these teachers' commitments to stay in the profession.
PROGRAM OVERVIEW
Since 1987, the School of Education at UCB has been in a collaborative partnership with six local school districts. Designed with the goals of providing professional growth opportunities for teachers at all levels-from preservice, to novice, to experienced, to university facultyand retaining high-quality teachers in the profession, the Partners in Education Program includes the following three components. (For a more complete description, see Molner & Killion, 1989 .) The first component, the PIE induction program, constitutes the focus of this research.
1. An induction program for fully certified novice teachers, called PIE teachers, tied to a master's degree program at UCB; 2. full-time release of expert teachers, called clinical professors, from participating districts to (a) provide intensive mentoring of novice teachers, (b) work on campus as methods instructors or supervisors of teacher candidates, and (c) serve as teacher leaders on school district curriculum and staff development projects; and 3. UCB faculty resources such as consulting, district and school program evaluations, workshops on curriculum and assessment, and collaborative research projects offered quid pro quo to school districts.
Since its inception in 1987, the PIE Program has served 10 to 30 novice teachers from two to six school districts each academic year. Because induction in Colorado is an unfunded mandate, the state grants considerable leeway to districts regarding program structures. The PIE Program represents one of several induction options for new teachers working in the six partnership districts and offers comprehensive mentoring and professional development opportunities as well as progress toward a master's degree. Dominant approaches used in the PIE Program, described in detail later in this article, emphasize reflective teaching practices, individual mentoring from an expert teacher each week, frequent networking with other novice teachers, and inquiry-based graduate study tailored to each teacher's professional needs and classroom situation.
TEACHER RETENTION RESULTS
Since 1987, each cohort of inductees has been tracked to calculate 4-year retention statistics (e.g., teachers who completed 4 years of teaching and began a 5th year). The 4-year mark was chosen as a logical tracking point because Odell and Ferraro (1992) analyzed 4-year teacher retention statistics in an induction program with features similar to PIE.
Longitudinal data analyses reveal that novice teachers in the PIE Program stay in the profession at much higher rates than the national statistics suggest is likely, with 94% of participants still teaching after 4 years. Because neither the state nor participating school districts tracked teacher retention or attrition during this time frame, no local comparisons between PIE teachers and other novices could be made. These results, however, compare favorably to national estimates of up to 40% of beginning teachers leaving after 4 years (Ingersoll, as cited in NCTAF, 2003) . Table 1 No men in this study left the profession within 4 years, a result consistent with Odell and Ferraro's (1992) work, which showed lower attrition for men than women. In contrast, larger studies (Grissmer & Kirby, 1992; Henke, Chen, & Geis, 2000) reported no significant differences between male and female attrition. The number of male cases in this data set, however, is too small (only 23 cases) to compare to largescale analyses of male retention. Likewise, no generalizations about female attrition can be made with an n of 8, although 7 of the 8 women in this study who left teaching were single women without children, a finding inconsistent with popular assumptions about female teachers leaving to raise families. One female teacher in this study left to attend medical school, 3 others pursued careers in business, 1 left to raise a new family, and the career paths of the other 3 are unknown.
Studies of attrition differences between elementary and secondary teachers report mixed results. Older studies (Heyns, 1988; Murnane, Singer, Willet, Kemple, & Olson, 1991) found that secondary teachers-especially those teaching high-demand subjects such as science and mathematics-left sooner. In contrast, Ingersoll (2001) reported few differences in turnover (which includes both teacher attrition and migration to other schools) between elementary and secondary teachers, findings consistent with this study. Only 1 secondary Spanish teacher in this study left the profession; the other 7 who left were elementary teachers. Of the remaining 22 secondary teachers tracked, 9 secondary mathematics and science teachers in the PIE Program stayed in the profession. Because only 9 of the 144 teachers were people of color, no generalizations can be made about their retention rates, although 8 have remained in teaching, with 1 secondary Latina teacher leaving her position as a Spanish teacher after 2 years.
The five school districts shown in Table 1 served rural, suburban, and urban areas and reflected Colorado's changing ethnic demographics, with reported enrollments of students of color as follows: 19%, 26%, 31%, 43%, and 55%. Some of the schools employing PIE teachers served high numbers of diverse and lowerincome students; however, no pattern of attrition related to school diversity or poverty appears among the teachers who left the profession within 4 years.
Could other factors besides induction support explain these high retention rates? Could higher salaries or initial selectivity account for career longevity? PIE teachers start teaching at a reduced salary during their first year but subsequently make more rapid salary advances than most novice teachers by completing their master's degrees within 2 to 3 years. Because research suggests that higher paid teachers stay in the profession longer (Murnane et al., 1991) , especially during the early years (Grissmer & Kirby, 1992) , the PIE teachers' higher salaries and increases could have influenced their decision to remain in their jobs. Arguments however, that these teachers are special-for example, they meet academic standards for a master's degree program and choose to start graduate school early in the teaching careerdo not explain the high retention rate. In fact, findings reported by Henke et al. (2000) suggest that more academically qualified teachers with high college entrance scores were less likely to remain in teaching. Also, earning a master's degree does not appear to predict retention (Boe, Bobbitt, Cook, Whitener, & Weber, 1996) . And in contrast to Boe et al.'s (1996) reported higher national attrition rates for younger teachers who recently earned degrees, the young novice teachers in the PIE induction program tend to stay in teaching. As Table 1 indicates, the high retention rates remained consistent over time and across the five school districts, suggesting that the induction program positively affected teachers' decisions to stay in the profession.
What specific program features impacted novice teachers' desire to remain in teaching? And which induction program components did teachers and supervising administrators report as providing the greatest benefit to new teachers? The next section focuses on induction activities associated with retention by describing (a) a rationale for the program model, (b) program evaluation methods, and (c) research findings tied to key program activities.
INDUCTION ACTIVITIES ASSOCIATED WITH RETENTION Rationale for the PIE Induction Model
The PIE induction program provides support and professional growth needs through three approaches that were identified by DarlingHammond and Sclan (1996) , Huling-Austin (1992) , and NCTAF (2003) as potential remedies for teacher attrition. These components include (a) intensive mentoring, (b) cohort group networking, and (c) ongoing inquiry into practice.
Intensive mentoring. PIE teachers receive classroom assistance from expert clinical professor mentors a minimum of one half day each week for the full teaching year. Selection of district mentors is highly competitive and meets Feiman-Nemser's (2001) and Gold's (1996) criteria for effective mentors. Mentors are chosen for their demonstrated teaching excellence, dispositions toward collaboration and inquiry, commitment to professional growth and change, and expertise in specific district and university priority areas such as literacy, mathematics, or classroom assessment. Mentors are fully released from their own classrooms to concentrate on the needs of their inductees in addition to district and university duties. To preserve the integrity of the mentor-mentee relationship, PIE mentors do not conduct or assist in district summative teacher performance evaluations, a practice supported by successful induction programs in Australia, New Zealand, and Japan (Moskowitz & Stephens, 1997) .
Because the mentoring approaches are by design needs based, nonevaluative, and focused on professional growth goals, mentors receive district training in cognitive coaching (Costa & Garmston, 1994) and other mentoring techniques. These techniques promote reflection on and inquiry into teachers' thinking and instructional practices using open-ended questions with the goal of leading novices to more independence and flexibility in classroom problem solving and decision making (FeimanNemser, 2001 ). The program also requires mentors to provide more than technical and emotional support and to "frame induction around a vision of good teaching and compelling standards for student learning" (Feiman-Nemser, 2001 , p. 1031 . Mentors meet biweekly to discuss and refine their work with PIE teachers with the goal of forming a professional learning community that encourages mentors to reflect on their practices and to improve their own mentoring skills (Feiman-Nemser, as cited in Gratch, 1998) .
Before school starts in the fall, mentors assist the novice teachers in setting up their classrooms, reviewing curricula, developing classroom routines, forming relations with parents, and other initial preparations. Mentors subsequently work with the teachers in their classrooms each week all year and provide a variety of ongoing coaching options depending on each teacher's professional needs, such as observing lessons and providing feedback, modeling instruction, working with students, team teaching, examining student work, assisting with individual and group assessments, arranging observations of other classrooms, or whatever else might benefit the teacher. Mentors also assist PIE teachers in the following areas identified by the program as essential: short-and long-term planning, developing standardsbased lessons and authentic assessments, differ-entiating instruction to meet the needs of diverse learners, creating classroom communities, and collaborating with colleagues and parents.
Cohort group networking. To reduce isolation and foster collaborative growth, all PIE teachers attend seminars twice monthly. PIE teachers within each district meet monthly to discuss district standards, expectations, and procedures; share resources; and collaborate on instruction. A second required monthly seminar consisting of teachers from all districts places teachers in collaborative learning teams organized by grade level/subject area assignments and interests. Again, seminar curricula address teachers' instructional needs. Frequently requested study topics include differentiating instruction for second-language and special needs students, guided reading strategies, writing instruction, classroom management, and appropriate use of classroom assessments. Mentors, occasional guest UCB professors, and the director facilitate group work and model instructional strategies at these seminars; PIE teachers share lesson and unit plans and engage in problem solving based on real classroom cases. The aim is for novices to form "communities of practice" in which "learning occurs as novices participate with each other and experts on meaningful tasks" (Oakes et al., 2002, p. 229) .
Ongoing inquiry into practice. PIE teachers enroll in three off-campus graduate courses during the induction year. The course activities and assignments promote reflective dispositions and thoughtful inquiry as the cornerstones of novice growth. In addition to the seminar curricula previously mentioned, course activities include (a) year-long classroom videotaping assignments that culminate in a 15-minute edited tape/media presentation reflecting the PIE teacher's beliefs about students and learning that is shared with district colleagues and administrators, (b) a reflective dialogue journal with mentors throughout the teaching year, and (c) study topics that may challenge existing school norms (e.g., intrinsic vs. extrinsic approaches to student motivation and issues related to ability grouping and tracking). The goal is to reinforce these teachers' beginning instructional repertoires in "purposeful ways" (Feiman-Nemser, 2001 , p. 1029) so that teachers don't abandon what they know in favor of less complex or challenging activities.
Because classroom-based inquiry creates powerful opportunities for extending teachers' repertoires and improving instruction and student learning (Feiman-Nemser, 2001; NCTAF, 2003) , PIE teachers also undertake a 5-month teacher-as-researcher project in their classrooms. After selecting a topic and instructional questions to investigate, the teachers conduct a literature review, implement research-based instructional plans and lessons with students, and conduct a variety of assessments of student progress along the way (e.g., lesson videotapes, Informal Reading Inventories or Running Records, teacher-designed student interviews or observations, analysis of student work samples). Formative and summative aspects of the teachers' inquiry encourage reflection, flexible instructional adaptations, and assessmentdriven decision making. Teachers share their instructional questions and emerging knowledge of design, methodology, and results in seminars and with their building colleagues, with the goal of creating "professional cultures that sustain learning in schools" (DarlingHammond & Sclan, 1996, p. 90).
Program Evaluation Methods
Annual program evaluations issued to participating school districts have been conducted each year since 1988. Districts and the university have used the results formatively to make program modifications and summatively to evaluate the program's effectiveness in meeting program goals. In addition to the retention statistics described previously, data sources for the annual evaluations include surveys and interviews with PIE teachers and clinical professor mentors, interviews with PIE teachers' principals, assignments completed for graduate courses, classroom observations made by clinical professors, and other program artifacts. To obtain information useful to school districts and to inform ongoing program revisions, teacher survey questions consisted primarily of openended prompts designed to elicit a range of possible responses (e.g., "Please respond openly and honestly to the categories listed below . . . Quality of relationship with your mentor/Type and level of professional growth/Principal and administrative support/Relevance of and satisfaction with graduate courses," etc.). Principal interviews featured questions about teacher growth and performance, comparisons to other first-year teachers, satisfaction with program structure and mentor support, and rehiring recommendations. Teachers, principals, and mentors were guaranteed anonymity; annual district reports summarized patterns of responses but did not identify individual respondents by name.
Each year the interview and survey responses were organized and analyzed using Spradley's (1979 Spradley's ( , 1980 general procedures of domain, taxonomic, and theme analysis. Data analysis procedures involved first transcribing survey and interview responses. Next, summaries of responses for each group (novice teachers, principals, or mentors) were coded and organized into tables by question/survey type (e.g., responses to questions or prompts related to professional growth). These became domains of study in the qualitative analyses. Careful analyses of these domain tables were made to explore patterns of responses in each domain category. Following this, organizing themes and frequency counts were determined within and across each group's set of responses.
Data gathered during the 1st year of the program focused on the extent to which various stakeholders (teachers, mentors, principals, district staff developers, university faculty, UCB students, superintendents, and human resources personnel) believed the program had met its stated goals. These results informed subsequent revisions to questions and primary domains of interest in annual evaluations. Domains studied included (a) perceived levels of teacher professional growth, (b) the quality of mentoring and support, and (c) the integration of inquiry-based graduate study and classroom practices. Responses coded in respective subdomains included types and evidence of professional growth, mentor-inductee activities, and perceptions of graduate assignments and inquiry projects. Each district's results during the first 2 evaluation years appeared strikingly similar, suggesting the consistency of induction program effects across the school districts. To test this finding, yearly componential analyses (Spradley, 1980) were conducted to study relationships among findings across districts and to compare information on patterns of response for all teacher participants and principals.
Componential analyses of two domains widely believed to influence retention-quality of mentoring and perceived teacher growth level-combined teacher and principal interview and survey responses for all 10 PIE teacher cohorts reported in the retention results. The goal was to determine the extent to which yearly findings reported to districts remained stable and generalizable over time. Additional theme analyses (Spradley, 1980) of these two domains suggested recurring patterns of heightened teacher efficacy and dispositions toward reflection and collaboration related to integrated graduate course activities. For this reason, a third domain, satisfaction with inquiry-based graduate activities, was studied by performing another componential analysis for 8 of the 10 cohorts of teachers.
Program Evaluation Findings
Analyses revealed consistent results for both the mentoring and professional growth domains across the 10-year period as well as agreement between teacher and principal responses. Teacher feedback on inquiry-based graduate activities was similarly consistent across years. Findings from all three domain analyses follow with illustrative teacher and principal comments extracted from surveys and interviews. Comments were coded in their respective domains as part of the overall analysis and included in annual evaluation reports as typical response examples.
Quality of mentoring.
Teachers resoundingly reported satisfaction with the quality of mentoring they received, and their principals concurred. In fact, 146 of 147 teachers and 132 of 132 principals surveyed and interviewed over the 10-year study expressed satisfaction with mentor support. These data consistently speak to the high levels of professional growth and efficacy PIE teachers attribute to mentor support, a finding that supports earlier research correlating mentoring and teacher efficacy with retention (Henke et al., 2000; Litt & Turk, as cited in Darling-Hammond & Sclan, 1996) . One teacher reported, "[He] became part of our team, gave me tons of ideas, was supportive and energetic. He helped me process what makes sense for kids. If anything stays with me for 50 years, it will be that" (Molner, 1993, p. 2) . "She [the mentor] was outstanding . . . a primary source of encouragement and professional information," another teacher said. "She offered instructional support, guidance, and wonderful suggestions for difficult or frustrating situations. Her knowledge of the [district] proficiencies was very thorough-this helped me teach to the proficiencies and feel comfortable with the standards" (Molner, 1996, p. 3) . Another teacher noted, "She gave me good feedback in a positive way-gave options rather than advice. Now I believe in myself as an effective teacher" (Molner, 1993, p. 2) . A middle school math teacher illustrated a growing sense of professional efficacy due to mentor support in comments she made at the end of her induction year: "My educational philosophy for math ed is 'cementing.' I'm confident, in control, and able to adjust to varying abilities" (Molner, 1993, p. 3) .
Levels of professional growth. Teachers and their evaluating principals consistently reported high levels of teacher growth during the induction year. Over the 10-year study period, all 147 PIE teachers surveyed reported high levels of professional growth during the induction year. Of the 132 principals, 130, or 98%, expressed satisfaction with growth gains made during the induction year. Furthermore, many teachers, principals, and mentors identified similar areas of teacher growth such as assessment, classroom management, and differentiated instruction. To evaluate perceptions of professional growth and to validate PIE teachers' selfreports more systematically, 1996 and 1997 annual report survey and interview responses of 30 PIE teachers, their mentors, and evaluating principals were triangulated to determine how consistently triads identified teacher growth areas. In 20 of the cases, two out of three (PIE teachers, principals, or mentors) independently identified common areas of specific growth exhibited by the teacher. In 9 cases, all threeteachers, principals, and mentors-independently noted identical professional growth areas.
PIE teachers' narrative comments and their principals' observations suggest that rather than seeking quick fixes or recipes, teachers appear to cope well with the ambiguities and need for ongoing learning inherent in teaching. A heightened sense of self-as-teacher and a newly found appreciation for introspective practice emerged as notable professional growth themes in the analyses (Spradley, 1980) of annual interviews and surveys. This finding is significant in light of Fullan's (2002) review of studies of teacher learning, in which he noted the paucity of deep thinking or practice-based inquiry even experienced teachers demonstrate. The reflectivity of PIE teachers appears in interview and survey comments they made concerning their professional growth-comments that suggest rich interplay among experiences such as classroom work with clinical professors, the teacher-asresearcher project, videotaping activities, and seminar discussions.
Inquiry-based graduate study. The induction focus on inquiry into practice appears to pay off. Of the eight cohorts analyzed, 123 out of 124 teachers expressed appreciation for the graduate activities embedded in the induction experience. A majority of teachers identified the teacher-as-researcher project as the highlight of these requirements. Analyses consistently revealed that coupled with other graduate assignments geared toward reflection, the teacher-asresearcher projects created a sense of efficacy as novice teachers delved below the "surface features" of teaching (Huling-Austin, 1992) and pondered what really worked with their students. Research suggests that when teachers research ways to influence student learning and assess the effectiveness of new techniques, their perceptions of self-efficacy are enhanced, a disposition that benefits teachers most early in their careers (Darling-Hammond, Chung, & Frelow, 2002) . "I already had 'theories' I muddled through," one teacher commented. "Now, I got to test them out. The action research project taught me a lot about myself and the way I teach. Now I focus on the kids and realize the possibilities for their growth" (Molner, 1994, p. 3) .
Thematic analyses of survey responses suggest that PIE teachers acknowledge the complexities of teaching and the importance of inquiry into practice (Cochran-Smith & Paris, 1995; NCTAF, 2003) . "I've learned there's no right way to do anything-there's always more to learn," one elementary teacher commented (Molner, 1994, p. 4) . Similarly, another teacher reflected, "I've learned management, planning, types of assessments, new activities, and reflection. I'm more of a facilitator. I'm developing my philosophy-what I am as an educator, what I believe" (Molner, 1994, p. 4) . For a primary teacher,
The journal was a crucial part of the program . . . it forced me to write and reflect. I've learned to determine what should be taught, and how to turn reflection and questions into new ideas and methods. . . . Now I cherish my journal as a way of looking back and thinking through. (Molner, 1994, p. 5) Developing dispositions of "looking back and thinking through" also resonated with PIE teachers' principals responsible for summative district performance evaluations. In an end-ofyear interview, one principal commented, She's more aware of herself-reflective about her strengths and weaknesses. . . . She's willing to ask for help, unlike others who can be defensive. . . . She's now excellent with mathematics, and she's learned reader's and writer's workshop. . . . She's leaps and bounds above other first-year teachers. (Molner, 1995, p. 10) Other principals echo these claims: "They [PIE teachers] come out very insightful and openreflective," one noted. Another principal reported, "She made huge growth this year in planning and management; she's very reflective, and she can critique herself and her lessons. She's now better at assessing needs and applying [this knowledge] appropriately to students" (Molner, 1996, p. 4) .
Because principals familiar with the PIE Program consistently report high levels of satisfaction with the growth and reflectivity these novice teachers demonstrate, they actively seek new PIE candidates from the applicant pools generated during each hiring cycle. The hope is that developing dispositions toward inquiry and reflection on practice early in a teacher's career will have a lasting effect in later years.
SUMMARY AND DISCUSSION
Retaining capable teachers is an important challenge for our nation's school districts, especially in the current political environment that emphasizes improved student learning for all students and, as outlined in the No Child Left Behind Act of 2001, demands schools staffed with "highly qualified" teachers by 2006. The current national and local remedies, however, seem paradoxically shortsighted; they focus efforts on increasing the numbers of teachers in the hiring pipeline through alternative certification programs and other means while neglecting the professional needs of so many fully qualified novice teachers already staffing our schools. According to a study conducted by Ingersoll (2000) , Supply and demand theory holds that where the quantity of teachers demanded is greater than the quantity of teachers supplied, there are two basic policy remedies: increase the quantity supplied, or decrease the quantity demanded. . . . However . . . recruiting more teachers will not solve staffing inadequacies if large numbers of such teachers then leave.
Schools are not simply victims of inexorable demographic trends, and there is a significant role for the management of schools in both the genesis of and solution to school staffing problems. This analysis argues for a new approach to solving the school staffing problem: decrease the demand for new teachers by decreasing turnover. (p. 6) Legislators and policy makers have failed to take a long view of what national, state, and local agencies might do to retain committed, effective teachers by providing the necessary financial resources and incentives for induction support and ongoing teacher development. In fact, historically U.S. school districts have paid insufficient attention to education's human resources, and this inattention has been and will continue to be financially and professionally costly. For example, NCTAF (1996) reported that induction programs are most likely to be eliminated during times of district budget reductions, decisions that inevitably produce deleterious consequences for school districts interested in retaining their novice teachers.
Developing policies to retain effective younger teachers like the successful participants in the PIE Program, and whose numbers will only increase in the future, would also yield financial and instructional benefits (Darling-Hammond & Sclan, 1996; Grissmer & Kirby, 1987) once districts calculate the real costs of replacing teachers. These district investments include recruiting expenses, administrator time commitments, and costs associated with professional development, mentoring, and orientation programs for new staff members. Texas recently estimated that annual statewide turnover costs (reflecting a combination of teacher attrition and migration) could reach approximately $329 million (Texas State Board for Educator Certification, as cited in NCTAF, 2003) . From an organizational perspective, high levels of teacher attrition also disrupt school programs and goals for students (Ingersoll, 2000) . From an instructional point of view, school districts and their higher education partners should appreciate the intrinsic value of retaining teachers who make large gains in teaching effectiveness in the early years of teaching (Murnane et al., 1991) , especially when, as this study suggests, teachers experience the benefits of expert mentoring, networking, and classroom-based inquiry in comprehensive induction programs such as PIE. Finally, improved policies addressing induction needs could reduce attrition and the resultant large number of classrooms staffed by less qualified novices (Murnane et al., 1991; Oakes et al., 2002) .
The research reported here describes one induction model that has successfully influenced teacher effectiveness and retention. By receiving the attention and guidance that is so important to novice teacher growth, these teachers improve in their instructional practices and are more likely to stay in the profession. Through creative resource sharing and collaboration with the university, participating districts have developed a cadre of committed, effective teachers to meet current demand and continue to support and invest in the induction program for new hires. And the university has expanded its conception of teacher education beyond the initial licensure level and committed resources to support practicing teachers early in their professional careers.
This work demonstrates that induction does indeed matter, that a meaningful induction experience has lasting effects on teacher quality and retention. Policy makers and school district personnel should use this and other induction research to craft and refine their induction programs and mitigate serious attrition issues. Now more than ever, district, state, and national policy makers must take a hard look at longstanding practices that have driven promising teachers out of the profession and that threaten the quality of our future teacher workforce. Like the district and university participants in the program described here, they need to generate financial and human resources that support novice teachers in meaningful career transitions, rich instructional growth opportunities, and a desire to remain in the profession.
